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Abstract: The purpose of this study is to develop a measurement instrument to be used as an
assessment tool of teachers’ development of conscientização (i.e., critical consciousness), defined as
an individual’s ability “to perceive social, political, and economic contradictions and to take action
against the oppressive elements of reality”. After examining the different stages and components
of conscientização, the author describes the process of generating initial items, determining the
instrument’s format and content validity, and revising the instrument. An exploratory factor analysis
(EFA) was conducted with a diverse sample of Teachers of English to Speakers of Other Languages
(TESOL), resulting in four internally consistent factors: (a) teacher beliefs about schooling and
emotions towards inequality, (b) teacher as activists, (c) teacher awareness of local educational
context, and (d) content selection and teaching strategies in the classroom. Psychometric properties
of the scale are included.

Keywords: critical consciousness; critical language pedagogy; critical pedagogy; language teacher
development; language teacher identity; scale development

1. Introduction

Critical pedagogy is a philosophy of education that encourages teachers and students
to challenge common assumptions and question taken-for-granted ideologies in their local
contexts. For teachers to support their students in such endeavors, teachers must have de-
veloped conscientização. (Conscientização has been translated from Brazilian Portuguese
into English as “critical consciousness”, “conscientization” and “consciousness raising”.
Freire, however, expressed preference for its use “in its Brazilian form, conscientização,
and spelled that way” [1] (p. 24). Following Freire, I use the word conscientização in its
original form throughout this article.) Conscientização, as conceptualized by the Brazilian
educator, philosopher, and activist Paulo Freire, is a process of problematization, of “learn-
ing to perceive social, political, and economic contradictions and to take action against
the oppressive elements of reality” [2] (p. 35). When teachers have conscientização, they
teach with a social justice orientation and are able to connect the school curriculum with
the social, economic, cultural, historical, and political processes within which they and
their students exist [3]. In the case of Teachers of English to Speakers of Other Languages
(TESOL) professionals, this connection must extend beyond their local context to include
language ideologies in the global contexts (for a discussion of common English language
ideologies, see [4]).

Despite the size of the literature on critical pedagogy and the now considerable
number of studies of language teachers pursuing this approach (e.g., [5–8]), the research
on its central concept of conscientização is scarce and has not been subject to basic ideas
of measurement as a way of understanding it. While conscientização has been the subject
of conceptual discussion and inquiry for decades (the earliest dating back to [9]), it was
only recently that a few researchers designed a handful of quantitative instruments for its
measurement [10–13]. This scholarship, however, stems from the fields of Counseling and
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Psychology, in the area of sociopolitical development and marginalized youth rather than
from the field of (radical) education and adult literacy, where conscientização was originally
conceptualized. Thus, while in the last five years, new scales to measure conscientização
have been developed and validated, these scales have focused on marginalized youth—not
on teachers.

In short, no instrument exists that was explicitly designed to measure the conscienti-
zação of teachers. Educators interested in assessing conscientização of teachers developed
through teacher education programs could benefit from a scale that assesses conscienti-
zação development in pre-service as well as in-service teachers. In addition, an instrument
explicitly designed to measure the conscientização of teachers has the potential to advance
our understanding of conscientização and its effects in the classroom. Hence, the goal
of this study was to design a new measurement instrument to be used with TESOL pro-
fessionals. In this article, I describe the development of such an instrument, the Teacher
Attitudes to Discrimination in Language Education Scale (TADLES), which examines the
nature of in-service English language teachers’ critical consciousness, in particular their
attitudes towards fairness and discrimination in education. In sum:

• Goal: To design a new measurement instrument to be used with TESOL professionals.
• Task: To detail the development of such an instrument, the Teacher Attitudes to

Discrimination in Language Education Scale (TADLES).

2. Theoretical Framework: Critical Consciousness, or Conscientização
2.1. Stages of Conscientização

In his early work, Freire theorized conscientização as a process with a set of stages.
The first stage is the intransitive or semi-transitive consciousness or magical consciousness.
This stage is characterized by acceptance and resignation, where individuals fail to perceive
many of the contemporary challenges. The second stage is naïve transitive consciousness,
which is characterized by “an oversimplification of problems” [14] (p. 18), where individ-
uals may see themselves as righteous and blame others for problems. Naïve transitive
consciousness is important, because it is here where individuals are able to perceive unjust
social power structures, investigate their causes, and “begin to be able visualize” alterna-
tives [15] (p. 77). The outcome of this exercise should lead the individual toward the third
stage, which is characterized by two opposing consciousnesses: conscientização (i.e., criti-
cal consciousness) and fanaticized (massification) consciousness (see Figure 1), the former
being desirable [14] (p. 16). Fanaticized (massification) consciousness is a stage in which
individuals are “more disengaged from reality”, which “leads to passivity, fear of freedom,
and the loss of reflective action among the people” [14] (pp. 19–20). The opposing stage,
conscientização or critical consciousness, is where individuals begin to understand causal
principles of social injustice. While in the stage of naïve transitive consciousness, change
“focuses on altering individual behavior”, in the critical consciousness, these changes focus
“on systematic, structural, and normative obstacles” [14] (p. 39).
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It is worth noting, however, that these stages do not reflect “a progression through a
finite series of steps with a fixed set of attitudes and behaviors to be achieved” [16] (p. 145)
but rather are an ever-developing process that can overlap. The ever-developing and over-
lapping nature of these stages allow room for reimagining their boundaries, in particular,
the boundaries within the desirable stage of conscientização or critical consciousness. That
is because conscientização, as theorized by Freire, contains a broad spectrum of attitudes
and behaviors. For example, it encompasses the beginning stages of an individual’s un-
derstanding of causal principles of social injustice [1] as well as the more complex stages,
where individuals take actions against injustice at the individual and structural levels. With
such a broad spectrum, I propose that the stage of conscientização be further divided into
three states to help us observe and differentiate between the beginnings of an individual’s
understanding, action being taken at the individual level, and action at the structural level.

2.2. Components of Conscientização

Following Freire’s definition of conscientização as the “learning to perceive social,
political, and economic contradictions and to take action against the oppressive elements
of reality” [2] (p. 35), conscientização has been theorized to be composed of two main
components: awareness and action. There have been attempts to test, explore, measure, and
extend Freire’s concept of conscientização in several lines of research. Smith’s [9] was one of
the first to operationalize conscientização and to exemplify how it can be manifested. Smith
used drawings, questionnaires, games, music, simulations, questions, and open-ended
interviews to stimulate “a wide range of [conscientização] related verbal responses” [9]
(p. 5) from the different groups of Quechua-speaking indigenous peoples in Ecuador. This
sampling resulted in a protocol that “relie[d] on a set of culture-specific visual stimuli and
a standardized set of questions” based on three questions: “what is the problem?”; “what
are the causes?”; and “what can be done about it?” According to Smith [9], each of these
questions corresponds to one aspect of conscientização. The first, identifying the problem,
corresponding to one’s ability to recognize the problem itself (i.e., naming); the second,
contemplating about the problem, corresponding to one’s ability to reflect on its causes
(i.e., reflecting); and the third corresponded to what could be done about the problem,
referred to one’s intention to act to change it (i.e., acting). These three aspects (i.e., naming,
reflecting, and acting) continue to be used today (albeit under different terms) and are the
starting points for studies of conscientização.

While conscientização is believed to be a cognitive, higher-order disposition [17],
emotion has always been present in Freire’s theory and writings as an important factor and
he was far ahead of trends in Anglo-American social sciences. It is only since the 1990s that
we have seen a turn to emotions in the field of general teacher development (e.g., [18–20]).
In the field of language teacher development, following this turn, only recently has it
gained attention (but see [21,22]). Freire warned, “We must dare so as never to dichotomize
cognition and emotion” [14] (p. xxv). He continued, “We study, we learn, we teach, we
know with our entire body. We do all of these things with feeling, with emotion and
also with critical reasoning” [14] (p. xxv). Thus, to ignore emotion as a component of
conscientização is to have an incomplete understanding of the role emotion occupies in
teachers’ development process. Therefore, a new measurement scale targeted to teachers
must include emotion as one of the components of conscientização.

3. Materials and Methodology: Development of the TADLES
3.1. Instrument

With the considerations discussed above, the TADLES was carefully theoretically
grounded and items were developed based on social science theories (e.g., [23–25]) and
questionnaire development procedures suggested by Brown [26], DeVellis [27], and Dörnyei
and Taguchi [28]. The procedures consisted of five iterative steps:

1. Clearly defining the construct.
2. Generating initial items.
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3. Determining the instrument’s format.
4. Determining the instrument’s content validity.
5. Revising the instrument.

In the previous section, I defined the construct of conscientização, its stages, and
components. In this section, I describe the other four steps.

A new measurement scale targeted to language teachers must include items that reflect
not only the different components of conscientização and its different stages, but also a
teacher’s awareness, reflection, emotion, and action in the specific contexts of language edu-
cation, the school, and the classroom. One of the first scholars to identify and operationalize
key elements of Freire’s ideas and practice for language teaching was Crawford [23] who
presented a language curriculum theory based on 20 Freirean principles. These 20 prin-
ciples were assorted into nine categories: the purpose of education, its objectives, the
content of curriculum definition, learning strategies, learning materials, curriculum plan-
ning, teacher role, students role, and evaluation. Based on Crawford’s [23] principles of
critical pedagogy curriculum design, several items were developed to provide insight into
teachers’ beliefs and attitudes towards their roles, students’ role, and curriculum selec-
tion as well as to gauge teachers’ awareness of fairness and discrimination in education.
Therefore, to assess awareness, items were adapted from Thomas et al. [13] and created by
the author to reflect beliefs of fairness and discrimination in education and in society, fair
treatment across social groups, and access to education across social groups. Items about
teachers reflecting on their attitudes and beliefs about the purpose of education and about
discrimination were adapted from Crawford [23] and created by the author. Aspects of
emotion were measured by items adapted from Thomas et al. [13] that reflected empathy
with social groups experiencing discrimination. Finally, to gauge teachers’ engagement in
sociopolitical change (i.e., action component), items were created by the author to reflect
potential action against social injustices at the individual as well as broader social level.

In addition to measuring specific components of conscientização in the contexts of
education, school, and classroom, we need a scale that reflects the different stages of
conscientização. This scale reflects five states as argued in the previous sections. The first
state is the naïve state which is similar to Freire’s semi-intransitive consciousness or magical
stage. In the naïve state, “one fails to perceive many of the reality’s challenges, or perceives
them in a distorted way” (i.e., just world) [15] (pp. 75–76). The second state, the accepting
state, is like Freire’s naïve transitivity stage in which individuals begin to recognize and
question oppression and inequality, but either blame the system or feel things cannot
be changed. The next three states together are equivalent to Freire’s conscientização or
critical consciousness and each delimits a set of attitudes and behaviors within it. For
example, in the third state, the critical state, individuals become more aware of issues
of equity and recognize “things and facts as they exist empirically, in their causal and
circumstantial correlations” [29] (p. 39). The agentive state, or fourth state, includes some
form of personal action (at the individual level) in response to oppression or inequity.
Lastly, the fifth and final state, the transformative state, includes some form of action in
the broader social context in response to oppression or inequity (e.g., encouraging others
into acting for change). Therefore, for every item related to a component, a set of five items
were written—each item reflecting one of the five states. For example, one item related to
awareness becomes a set of five items (see Table 1).
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Table 1. Example of a set of items related to awareness in Guttman scale format.

TADLES Item Corresponding State
of Conscientização

1. Students in my school do not make stereotypical comments about
other students of different socioeconomic groups. Naïve

2. I notice when students in my school make stereotypical comments
about other students of different socioeconomic groups, and it
hurts me.

Accepting

3. I notice when students in my school make stereotypical comments
about other students of different socioeconomic groups, and it hurts
me, but I find ways to cope with my feelings.

Critical

4. I notice when students in my school make stereotypical comments
about other students of different socioeconomic groups, and I tell
them that what they said is hurtful.

Agentive

5. I notice when students in my school make stereotypical comments
about other students of different socioeconomic groups, and I tell
them that what they said is hurtful, and I encourage other teachers to
do the same.

Transformative

A Guttman scale format (a type of question structure in which items can be ordered
hierarchically) and a Likert-type scale were selected as the instrument format for the survey
items. Items were written as a set and ranked in order of “endorsability” in a “cumulative
manner” [30] (p. 260). That is, when a participant agrees with any specific item within the
set, they would also agree with all previous items. Table 1 provides an example, when
a participant agrees with item 4, it is implied that they also agree with items 3, 2, and
1. The idea that items can be written in a sequential approach “with each earlier item
subsumed by later items” [13] (p. 491) is particularly useful for investigating a construct
with a developmental aspect such as conscientização because of its conceptualized states.
By using a Guttman scale, items can be written in a sequential pattern which allows the
results to be presented by different states of conscientização.

Since this instrument was developed for use with TESOL professionals from different
countries of origin, attention was taken to write items that were clearly worded. The initial
items were written at a 10th grade reading level, according to the Flesch–Kincaid statistic
of 10.5. To determine the instrument’s content validity, the initial items were piloted
with a panel of eight experts from different countries of origin. Six of the experts were
“content experts” (i.e., professionals who have published or worked in the field of applied
linguistics and are familiar with the concept of critical consciousness) who were invited
based on my familiarity with their scholarship on critical pedagogy. Two of the experts
were “lay experts” (i.e., peers who are not familiar with the field of applied linguistics
or critical pedagogy) who were invited based on my personal connections. Experts were
instructed to provide feedback on different aspects of the items’ content; namely the items’
comprehensiveness, clarity, specificity, fairness, and pertinence, and to ensure that the
items reflected the respective component under which each was included. Experts were
also provided with guidelines to assist them in the review process. Items were revised
based on the experts’ feedback and the revised version was then shared with four peers,
junior scholars (also in the field of critical applied linguistics) for feedback on the items’
appropriateness, wording, and relevance. The items were once again revised and the final
items reflected 19 sets of five items per set and one set of six items, totaling 101 items in a
Guttman scale format on a five-point Likert-style scale (1 = strongly disagree, 3 = neutral,
5 = strongly agree).

3.2. Sampling Strategy

Self-administered, electronic written surveys were distributed via mailing lists and
social media to several national and international English language teacher professional
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organizations (e.g., TESOL, IATEFL) and respective special interest groups (SIGs) as well
as through purposeful snowball sampling and personal contacts. Before administering
the surveys, institutional review board approval was obtained for the data collection
procedures involving human subjects.

3.3. Participants

The entire sample consisted of 76 in-service English language teachers representing
a total of 22 different countries of origin (with 33% originating from the U.S.) with more
female (67%) than male participants (30%) plus 1% gender fluid and 1% who preferred not
to answer. Participants ranged in age from 23 to 81, with a mean of 40.2 years. The teachers’
years of teaching experience ranged from just a few months to 36 years, with a mean of
12.8 years. Six (8%) of them had three years or less of experience, 26 (34%) had between four
and nine years of experience, 27 (36%) had between 10 and 19, 10 (13%) had between 20
and 29 years of experience, and five (7%) had 30 or more years of teaching experience; two
(3%) did not answer. Of those who indicated their highest level of education, 17 (22%) had
completed a doctorate degree, 41 (54%) a master’s degree, and 6 (8%) had the equivalent
to a bachelor’s degree; 8 (11%) did not answer. In addition, 15 (20%) had completed
certificate-level training (e.g., CELTA).

3.4. Procedure

Exploratory factor analysis (EFA) was used to explore the relationships (i.e., covari-
ance) among the items (i.e., variables) and to find common, underlying constructs (i.e.,
latent variables) within them [27,31] SPSS 25 was used for EFA. EFA assumes a set of
assumptions: (a) adequate sample size; (b) correlation between variables and factors; and
(c) the absence of multicollinearity. To verify the assumption of sampling adequacy, the
Kaiser–Meyer–Olkin (KMO) measure of sampling adequacy and Bartlett’s test of sphericity
were conducted. The KMO is a post hoc analysis that measures the sampling adequacy and
can be calculated for an individual as well as multiple variables. Bartlett’s test of sphericity
measures whether the correlation matrix has the same or different values as an identity
matrix. To test the assumption of correlation, items must group properly into factors and
there must be some level of correlation among them. Tabachnick and Fidell [32] recom-
mend eliminating items with low values of correlation (<0.3) and with values too high
(>0.8). Finally, to test the linearity among variables, factors were rotated after extraction.

To determine the number of factors to retain, a combination of criteria was used [33].
Six common techniques [34] were used to determine the number of factors to extract. In
order of application, the techniques were:

1. The Guttman–Kaiser rule (K1).
2. Cattell’s scree test.
3. Elimination of non-trivial factors.
4. Elimination of complex items.
5. A priori criteria.
6. The percent of cumulative variance.

Lastly, Cronbach’s alpha was calculated to check internal consistency as well as the
internal consistency of each of its factors.

4. Results: Exploratory Factor Analysis

Analysis of the correlation matrix displayed many correlation coefficients of 0.3 and
above in this study, as recommended by Tabachnick and Fidell [32]. Nine items were
dropped because of relatively low correlations with other items. Pearson’s critical cor-
relation value was used for a significance level of α = 0.025 with n = 70 for a two-tailed
test (r = 0.232) to establish items with low correlation values. Therefore, nine items which
had less than 95% of r < 0.232 were dropped. An EFA on the 92 remaining items was
then conducted.
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To test the linearity among variables, I followed Tabachnick and Fidell’s [32] sugges-
tion and ran a four-factor EFA followed by a direct oblimin rotation. As shown in Table 2,
the highest correlation coefficient was 0.274, and since none of the correlation coefficients
exceeded the threshold of 0.32, I used an orthogonal rotation (varimax) instead.

Table 2. TADLES component correlation matrix.

Component 1 2 3 4

1 1.000 0.136 −0.298 0.274
2 0.136 1.000 −0.031 0.132
3 −0.298 −0.031 1.000 −0.277
4 0.274 0.132 −0.277 1.000

Extraction Method: Principal Component Analysis.
Rotation Method: Oblimin with Kaiser Normalization.

Higher scores on the TADLES indicate a more developed state of conscientização
in language education. The scores for participants in this study ranged from 260 to 462,
with a mean score of 368.13 (SD = 67.88). Participants’ attitudes towards fairness and
discrimination in education were highest for item Q101, “I believe a good teacher is a
learner, and I try to learn from/with my students” (M = 4.66, SD = 0.58). Item-specific mean
was lowest for item Q08, “I am aware of existing discrimination where I live” (M = 1.62,
SD = 0.855).

The K1 initial analysis yielded 23 factors with eigenvalues greater than one, explaining
83.34% of the variance in the participants’ scores on the scale. Cattell’s scree test suggested
that factors 1, 2, and 3 were distinct; however, interpreting the “break point” was ambiguous
(see Figure 2). Due to the variance in the number of possible factors that could be extracted,
two-, three-, four-, five-, and six-factor solutions were examined. The five- and six-factor
solutions presented factors with less than three items above the cut-point of 0.5 and were
therefore eliminated. Variables that correlated to more than one factor and with loading
higher than 0.4 (i.e., complex items) were eliminated. This analysis resulted in a four-
factor solution that corresponded to a priori criteria of four potential subscales (awareness,
reflection, emotion, and action). The four factors accounted for 15.25%, 13.68%, 10.72%,
and 7.40% of variance, respectively with a cumulative explained variance of 47.04% (see
Figure 2). To evaluate the relationship between the variables in each construct, Cronbach’s
alpha was used to demonstrate internal consistency of the TADLES and of each of the
rotated factors. The results demonstrate strong internal consistency (α = 0.954) for the
TADLES. Table 3 presents the alpha reliability for each factor.
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Table 3. TADLES factors’ reliability statistics.

Factor Cronbach’s Alpha n of Items

Factor 1 0.908 17
Factor 2 0.933 14
Factor 3 0.876 10
Factor 4 0.794 6
TADLES 0.954 101

Factor 1 comprised 17 items. This subscale explained 15.25% of the total variance
of the instrument. Table 4 shows the factor loading and communality for each item in
factor 1. Factor 1 returned a Cronbach alpha coefficient of 0.908. (Reliability scores were
assessed for each factor and were reasonably high. Acceptable Cronbach’s α scores range
from 0.70–0.95.) Items in factor 1 combined items from all four constructs (i.e., awareness,
reflection, emotion, and action) and four of the five statuses (i.e., naïve, accepting, critical,
and agentive). Seven of those items were adapted from Thomas et al. [13]; four of them were
initially conceptualized as the construct awareness, and three were initially conceptualized
as the construct emotion. Ten items with loadings in factor 1 were newly created: eight
items were based on Crawford [23] initially conceptualized as reflection, and two were
based on the critical consciousness literature initially conceptualized as action. While it
may seem that these items do not fit together, a closer look may explain why they loaded
together. One assumption is that, for these participants, awareness is manifested in action,
and that the latter does not occur without the former. For example, the awareness of “the
world [being] unfair for some people” may manifest in the action of “mak[ing] sure that
students are treated fairly”. For practical purposes and assisting with the analysis, factor 1
was named “teacher beliefs about schooling and emotions towards inequality”.

Factor 2 consisted of 14 items. This subscale explained 13.68% of the total variance of
the instrument. Table 5 shows the factor loading and communality for each item in factor
2. Factor 2 returned a Cronbach alpha coefficient of 0.933. The 14 items also represent all
four domains (i.e., awareness, reflection, emotion, and action). Eight of those items were
based on Thomas et al. [13] with six initially conceptualized as the construct awareness
and two initially conceptualized as emotion. Six of the 14 items were newly created; three
based on Crawford [23] related to action; two based on the literature regarding action; and
one based on the literature regarding reflection. Again, the items loaded in factor 2 did
not seem to go together; however, it may be that, for these participants, action manifests
in conjunction with reflection which in turn manifests in conjunction with awareness. In
addition, it may be that for these participants, emotion, on the other hand, manifests in
conjunction with and across all constructs. Further, all items loading in factor 2 reflected
the statuses agentive and transformative, indicating that for these participants there may
be no distinction between action for change at the individual level and in the societal level.

Except for one item (on co-creating curriculum), factor 2 items had in common the
theme of “discrimination” and experts’ factor-naming suggested “discrimination” and
“activism” as underlying constructs. Because every item in this factor reflected an action-
oriented status (i.e., agentive and transformative), it may be that for these participants
the challenge of discrimination goes beyond the awareness of its existence and is closely
tied to acting against it. A teacher who acts against discrimination shows a developed
conscientização in this area. This is a teacher who sees acting and promoting action against
discrimination as part of their role as a teacher for social justice both within and outside
their classroom. This is a teacher who understands that they must “operate as activists in
broader struggles for social transformation” [35] (p. 214, see also [36]). This is a teacher
who has a desire to act transformatively [37] and a commitment to empowering students
and in making social change at the micro (i.e., classroom) as well as macro (i.e., society)
levels. Factor 2 was tentatively named “teachers as activists”.
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Table 4. TADLES Factor 1 Items, Loadings, and Status.

Item Status Factor Loading Commonalities

When my students tell a joke that makes fun of a social group, I laugh
and do not make a big deal about it. Naïve 0.74 0.60

I believe a good teacher is a learner, and I try to learn from/with
my students. Agentive 0.71 0.63

I do not feel bad when my students say they have been treated unfairly. Naïve 0.70 0.50

I believe there is no need to fight against discrimination. Naïve 0.68 0.48

I believe a good teacher is the only knower in the classroom. Accepting 0.66 0.55

When my students tell a joke that makes fun of a social group, I laugh
but also feel uncomfortable. Accepting 0.65 0.46

It is not relevant for teachers to examine their attitudes and beliefs
about race, class, gender, disabilities, sexual orientation, among others. Naïve 0.65 0.57

Issues related to discrimination and fairness are not relevant to my
teaching agenda/practices. Naïve 0.63 0.66

I believe students learn best by connecting content to their
life experiences. Critical 0.62 0.69

I believe there is a need to fight against discrimination, but it is a waste
of time. Accepting 0.62 0.45

When my students tell a joke that makes fun of a social group, I realize
that the joke is based on a stereotype. Critical 0.57 0.37

I believe that the world is unfair for some people. Critical 0.56 0.38

I believe some students in my school do not respect students of
different socioeconomic groups because of stereotypes. Critical 0.55 0.40

I believe a good teacher is the only authority in the classroom. Naïve 0.55 0.51

I work to make sure that students are treated fairly. Agentive 0.54 0.41

I believe students learn best by memorizing content. Accepting 0.54 0.32

I believe the main purpose of education should be to help students
become critical thinkers, and I plan activities that encourage them to

do so.
Agentive 0.50 0.34

Factor 3 comprised ten items. This subscale explained 10.72% of the total variance
of the instrument. Table 6 shows the factor loading and communality for each item in
factor 3. Factor 3 returned a Cronbach alpha coefficient of 0.876. The items were initially
conceptualized as the components awareness and action. Seven of the nine items were
based on Thomas et al. (2014) and reflected the initial component awareness. The other
three were newly created items based on Crawford [23]; two reflected the initial component
awareness and one action. The findings from this exploratory factor analysis suggest that
the items measuring the constructs awareness and action measure similar concepts. Perhaps
the participants in the current study did not differentiate between the two constructs and,
therefore, these constructs were grouped together.

Additionally, items loading in factor 3 primarily reflected the statuses naïve and
accepting, with two exceptions. Although “I believe education is political; it reflects the
interests of certain social groups” had been initially conceptualized as an indicator of a
critical status, it is possible that it was tapped into participants’ idea of accepting. It may
be that for these participants awareness does not necessarily mean being critical, because
the quality of awareness can be manifested either by the acceptance of things as they are
or by the intentionality to act and change the status quo. The same can be said of item “I
believe education does not give everyone a fair chance to do well.” Although it had been
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initially conceptualized as an indicator of a critical status, it is possible that it tapped into
participants’ idea of accepting.

Table 5. TADLES Factor 2 Items, Loadings, and Status.

Item Status Factor Loading Commonalities

I am aware of existing discrimination where I live, and I actively work
to help organizations or people from social groups that are

discriminated against, and I encourage other teachers to do the same.
Transformative 0.88 0.79

I notice when students in my school make stereotypical comments
about other students of different socioeconomic groups, and I tell them

that what they said is hurtful, and I encourage other teachers to do
the same.

Transformative 0.85 0.75

I believe there is a need to fight against discrimination and I am
currently involved in activities or organizations that promote fairness

for all, and I encourage others to do the same.
Transformative 0.83 0.71

I believe there is a need to fight against discrimination and I am
currently involved in activities or organizations that promote fairness

for all.
Agentive 0.82 0.75

I believe some students in my school do not respect students of
different socioeconomic groups, and I speak up when I notice it, and I

encourage other teachers to do the same.
Transformative 0.74 0.64

I believe that some students are treated unfairly because of stereotypes,
and I often do something to change it, and I encourage other teachers

to do the same.
Transformative 0.73 0.64

When my students tell a joke that makes fun of a social group, I tell
them that their joke was offensive, and I encourage other teachers to do

the same.
Transformative 0.72 0.57

I am aware of existing discrimination where I live, and I actively work
to help organizations or people from social groups that are

discriminated against.
Agentive 0.70 0.54

Issues related to discrimination and fairness are openly discussed in
my classroom, and I encourage other teachers to do the same. Transformative 0.69 0.71

I believe that some students are treated unfairly because of stereotypes,
and I often do something to change it. Agentive 0.57 0.49

It is relevant for teachers to examine their attitudes and beliefs about
race, class, gender, disabilities, sexual orientation, among others, and I

do it often.
Agentive 0.52 0.47

Issues related to discrimination and fairness are openly discussed in
my classroom. Agentive 0.51 0.59

I feel bad when my students say they have been treated unfairly, but I
work to protect myself from negative feelings, I speak up when I notice

it, and I encourage other teachers to do the same.
Transformative 0.51 0.32

My students and I co-create the curriculum for my classroom based on
student needs-analysis., and I encourage other teachers to do the same. Transformative 0.51 0.45

Most experts’ factor-naming suggestions for factor 3 had “education” as a common,
underlying theme. Except for two items, all the others referred to just world/education
beliefs. Beliefs about education being fair and reflecting fair treatment across students from
different social groups are the opposite of those from teachers for social justice. The very
foundation of education for social justice is laid on the belief that education is a deeply
civic, political, and moral practice [38]. Education as a political, interested, and biased
social activity [2] seeks to help students see the injustices and inequalities in their lives,
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act in opposition to oppression, become responsible citizens, and develop conscientização.
Factor 3 was thus named “awareness of local educational context.”

Table 6. TADLES Factor 3 Items, Loadings, and Status.

Item Status Factor Loading Commonalities

I believe education gives everyone a fair chance to do well. Naïve 0.76 0.59

I believe that the world is basically fair. Naïve 0.72 0.56

I believe education does not give everyone a fair chance to do well. Critical 0.67 0.51

I believe that the world is basically fair, but others believe that it
is unfair. Accepting 0.66 0.50

I believe education gives those who work hard a fair chance. Accepting 0.64 0.51

I believe that all students are treated fairly. Naïve 0.61 0.56

I believe that all students are treated fairly, but some do not take
advantage of opportunities given to them and blame others for

their failures.
Accepting 0.60 0.38

I believe the main purpose of education should be to
convey information. Naïve 0.58 0.36

I believe education is political; it reflects the interests of certain
social groups. Critical 0.57 0.54

I believe a good teacher should keep their personal opinions out of the
classroom, but it is okay to share some personal narratives

while teaching.
Accepting 0.51 0.40

Factor 4 comprised six items. This subscale explained 7.40% of the total variance of
the instrument. Table 7 shows the factor loading and communality for each item in factor
4. Factor 4 returned a Cronbach alpha coefficient of 0.794. All items loaded in this factor
were newly created items based on Crawford [23] and had been initially conceptualized as
the construct reflection. Items loading in factor 4 reflected the statuses critical, agentive,
and transformative. The three items indicating critical status in factor 4 seem to have a
different quality from the one item also indicating critical in factor 3. That is, if the quality
of awareness can be manifested either by the acceptance of things as they are or by the
intentionality to act and change the status quo, then it seems that participants understood
these three items as closely aligned with the intentionality to act and change the status
quo. Many of the items loaded in factor 4 were related thematically to beliefs of curriculum
design, in particular teacher’s role, and content definition. They were also related to beliefs
of the teacher’s agency in the classroom.

Table 7. TADLES Factor 4 Items, Loadings, and Status.

Item Status Factor Loading Commonalities

I believe it is appropriate to discuss controversial topics in my
classroom, and I plan activities that address them. Agentive 0.65 0.57

I believe my students and I should be the ones to dictate the
curriculum for my classroom Critical 0.60 0.41

I believe it is appropriate to discuss controversial topics in
my classroom. Critical 0.58 0.48

I believe a good teacher should share personal opinions while teaching. Critical 0.54 0.37

I believe a good teacher should share personal opinions while teaching,
and I do it when appropriate, and I encourage other teachers to do

the same.
Transformative 0.53 0.33

I believe a good teacher should share personal opinions while teaching,
and I do it when appropriate. Agentive 0.51 0.32
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In addition, items in factor 4 seem to have in common the place classroom. The
classroom refers to much more than just a physical space or a workplace. The classroom is
the place of a teacher’s professional practice. The classroom is the place where teachers
can (potentially) be themselves. It is where teachers can connect and communicate with
students. The classroom is a rich ecosystem of relationships among students and between
students and teacher. It is also the place where a teacher can control their practice and
(often) exercise agency regarding decisions related to their approach and content selection.
In factor 4, the approach and content selection refer specifically to incorporating, discussing,
and handling controversial issues, personal opinions, and life experiences in the classroom.
The approach of bringing the outside world (i.e., current topics, students’ interests) into
the inside world (i.e., classroom) is particularly related to Freire’s notion of “generative
themes” [39] (p. 47) and of connecting lived experiences to the classroom. English language
teachers who teach for social justice take advantage of topics brought into the classroom
by and of interest to the students (i.e., outside world) and use these as a springboard
for problematizing [40] such topics’ notions of common sense. In other words, these
teachers put the classroom context into the wider social context and understand that what
happens in their classroom should have consequences in different contexts outside the
classroom [41]. Factor 4 was named “content and strategies in the classroom”.

5. Limitations and Future Research

Conscientização is a complex concept that can be only partially captured through
quantitative methods. I have addressed this limitation in the development of the original,
larger study which combines quantitative and qualitative research approaches (i.e., mixed
research design) (see [5]). (This study provides this author’s original data and it incorpo-
rates over 300 references related to research data on grounds of TADLES approach and
method.) While the development of a scale to assess the development of language teachers’
conscientização adds to the literature on language teaching for social justice, this study is
not without its limitations.

Given that the data relies on self-report measures, the potential effects of social de-
sirability and social approval [42] bias must be considered. In addition, because of the
length of the instrument, fatigue must also be taken into account. While the researcher
has no control over the reliance on self-report nature of measures such as this nor over
the potential effects of social desirability, shorter instruments can be developed. Since the
four factors have now been extracted and named, these could be used as subscales and,
therefore, shorter measurements.

Despite these limitations, the TADLES is an important contribution to the field of
conscientização and of language teaching for social justice. There are only a handful
of scales designed specifically for the measurement of conscientização and the TADLES
is the only one designed for the teacher population. That being said, future research
should further validate, and perhaps even expand, the TADLES. The TADLES could
be expanded by including items related to critical language awareness and ideologies
(e.g., [43–45]). Furthermore, when developing a measurement instrument and using EFA,
it is ideal to follow with confirmatory factor analysis (CFA). However, doing a CFA is
dependent on having a sufficiently large dataset [46] which was not the case with the
present study. Further development of the TADLES should include larger sample sizes to
allow researchers to carry out CFA.

Research is needed to assess the efficacy of social justice-oriented language teacher
education programs designed to promote and facilitate conscientização. The TADLES has
the potential to help us better understand teachers’ development of conscientização and
its effects in the classroom. Because an instrument such as this provides only a time- and
space-bound portrait of the participants’ state of critical consciousness, a longitudinal study,
where the TADLES is administered to pre-service teachers during different milestones (e.g.,
first-year teacher education program, during practicum, and before graduation), can help
us better understand how conscientização develops and operates over time. Thus, the
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TADLES can be used as an instrument for teacher educators and researchers with a social
justice orientation to build teacher education programs to help promote and support the
development of teachers’ conscientização. When teachers develop conscientização, they
become aware of “social, political, and economic contradictions” [2] (p. 35) and take action
against social injustices in education and their classrooms.
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